An Evaluative study of Project CRUSH: Education, Young People, Healthy Relationships and Domestic Abuse. by Skinner, Tina
        
Citation for published version:









If you require this document in an alternative format, please contact:
openaccess@bath.ac.uk
General rights
Copyright and moral rights for the publications made accessible in the public portal are retained by the authors and/or other copyright owners
and it is a condition of accessing publications that users recognise and abide by the legal requirements associated with these rights.
Take down policy
If you believe that this document breaches copyright please contact us providing details, and we will remove access to the work immediately
and investigate your claim.





Department of Social and Policy Sciences 




An Evaluative study of Project CRUSH: Education, Young 
People, Healthy Relationships and Domestic Abuse. 
 







Commissioned by:  
 











We would like to take the opportunity to thank: the facilitators of the CRUSH project, 
for their invaluable work and contributions to the research project; the young people 
for giving consent for the sessions to be recorded; the Domestic Abuse Partnership in 
B&NES for commissioning the evaluation; and the Home Office Violence Against 















This is the final report of an evaluative study of project CRUSH, a project aimed at 
enhancing the knowledge and skill sets of 13 to 18-year olds to form healthy 
relationships and address their preconceptions with regard to domestic abuse. The study 
analyses audio recordings of two complete runs of the programme held within two 
separate schools, the training materials, a facilitator interview and CRUSH database. 
Attendees on the programme were selected by referral on the basis of being deemed at 
risk of domestic abuse. The focus of the evaluation was to assess the effectiveness of 
the communication between facilitators and participants, the effectiveness of the 
training materials, and any change in knowledge and attitude of participants from 
beginning to end of the programme. This study aims to fill the gap within current 
academic literature surrounding preventive domestic abuse programmes where research 
regarding facilitator communication and influence upon participants of such 
programmes is lacking. This is also the first research project to record and analysis such 
a programme in session. The key finding are: (i) a shift in attitudes and responses of the 
participants in both groups occurred, enhancing student’s understanding of domestic 
abuse and healthy relationships; (ii) the strength of the facilitators and flexibility of 
materials, to build positive relationships with the participants and adapt to individual 
group needs; and (iii) the importance of facilitator/student relationships to address 
macro, micro, meso and individual level issues/needs. The report concludes by stating 
that for the Governments’ new Personal, Social, Health and Economic Education 
(PSHEE) school programme to be effective in challenging stereotypical views on 
gender and domestic abuse, they must ensure the people that deliver the new in school 
healthy relationship classes have the level of skill, empathy, knowledge and good 
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Chapter One: Domestic Abuse, Young People and Education 
 
1.1 Introduction 
A total of 746,219 domestic abuse related crimes were recorded by the police in the 
year ending March 2019, 24 percent more than the year before (Office for National 
Statistics 2019). Domestic abuse is currently defined as ‘any incident or pattern of 
incidents of controlling, coercive, threatening behaviour, violence or abuse between 
those aged 16 or over who are, or have been, intimate partners or family members 
regardless of gender or sexuality. The abuse can comprise, but is not solely limited to: 
psychological, physical, sexual, financial and/or emotional (Home Office, 2018). The 
Domestic Abuse Bill 2020 is set to change the definition; the main change proposed is 
that ‘financial’ should be replaced by ‘economic’ (Home Office, 2020).   
 
The UK Government’s decision to extend the definition of domestic abuse from adults 
to young people aged 16 (Home Office 2013) indicates a rise in the level of 
acknowledgement of domestic in young people. The need for impactful educational 
programmes for young people regarding domestic abuse was emphasised by recent 
enquiries into governmental efforts to facilitate schools in providing such programmes 
(Hansard 2017). The exact numbers of young people who experience domestic abuse 
is not clear. British Crime Survey data indicates that 12.7percent of women aged 
between 16 and 19 reported an occasion of domestic abuse in the last year (Smith et al. 
2011). More recent data demonstrates the magnitude of domestic abuse cases reported 
by women, with 7.5percent of women aged between 16 and 19 reporting an occasion 
of domestic abuse, with women four times more likely to be victim-survivors of 
domestic abuse than men (Office for National Statistics 2019). In contrast, Barter et al. 
(2009), found that 88percent of young people across the UK had at least one experience 
of domestic abuse within their relationship. The difference is likely to be linked to the 
latter survey asking for incidents of domestic abuse over a longer timeframe. 
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The focus of this evaluation is the CRUSH project in B&NES, a Home Office funded 
pilot project which provides an interactive learning programme aimed at young people 
between the ages of 13 and 18. It is a development of the project materials originally 
written by West Mercia Women’s Aid (2014). The focus of the project is for young 
people to develop tools to form and maintain healthy relationships, and to challenge 
young people’s presumptions and attitudes towards domestic abuse to develop 
knowledge and understanding. 
 
Various studies over time have indicated the limitations of sex and relationship 
education in schools (see for example, Parker et al 2005; Brook 2011). A growing body 
of literature also evaluates the impact of domestic abuse education on young people 
(see for example, Thiara and Ellis 2014). However, very little research currently 
evaluates the role of the facilitator in these programmes and how information is 
communicated to young people (Baginsky 2015; Horner et al 2010); or uses the method 
of audio recording sessions to analyse the conversations and interactions that occur 
therein. The current lack of research in this area means it was important to observe 
(through audio recording) how/whether the CRUSH project in B&NES facilitates the 
learning of young people and how the facilitators and participants interact.   
 
This evaluation of the CRUSH programme, as it has been adapted and delivered in 
B&NES, is thus focused on how facilitators communicate core content within the 
groups and how successfully these teaching methods translate into transformative 
learning for the project’s participants. This study draws on a social constructivist 
theoretical framework emphasising the formation of knowledge through interactive 
experience and the impact of these experiences on the participant’s individual belief 
systems and understanding of domestic abuse (Badie et al 2017). Two runs of the 
programme were recorded, transcribed and analysed for this research, alongside an 




1.2 Domestic abuse and young people 
1.2.1 Prevalence in young people 
A study of 1353 young people across the UK stated that 88percent of participants 
reported having at least one experience of domestic abuse within their relationship, with 
girls more likely to have experienced physical and repeated violence (Barter et al. 
2009). In 2009, 12.7percent of women aged between 16 and 19 reported in the British 
Crime Survey that they had experienced an occasion of domestic abuse compared to 
4.8percent of women aged between 55 and 59 (Smith et al. 2011). More recent data 
indicates that 7.5percent of women aged between 16 and 19 reported an occasion of 
domestic abuse, with women four times more likely to be victim-survivors of domestic 
abuse than men (Office for National Statistics 2019). A key reason for the differences 
in figures is linked to the surveys asking for incidents across different timeframes (e.g. 
within the last year or within a lifetime).  
 
1.2.2 Effects on, and acceptance of, domestic abuse in young people  
Research demonstrates that for children and young people witnessing domestic abuse 
can have severe effects (Coleman et al. 2007). Such impacts can be monumental for 
some young people resulting in behavioural changes, reduced attention span and speech 
and language impairment (Baraclough 2001). These findings are reflected by other 
research noting that young people who witnessed inter-parental abuse suffered 
significantly worse outcomes in behavioural issues than those who did not (Kitzmann 
et al 2003). In addition, research has indicated that males between 14 and 20 who were 
aware of domestic abuse within their peer groups were over two times as likely to report 
perpetrating forms of domestic abuse themselves (Reed et al. 2011). 
 
Drawing on empirical data from a school-based study, McCarry (2003, 2009) 
conducted research with seventy-seven young people in Glasgow to explore their views 
and opinions of domestic abuse. McCarry’s (2003, 2009) research suggests that many 
young people dismiss displays of abuse in relationships, have a high tolerance of 
interpersonal violence, and fail to report it. Similarly, Dublin Women’s Aid (1999) 
found that young people have not only high levels of exposure to domestic abuse, but 
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also high levels of tolerance, with male violence being viewed as normalized in their 
own experiences of heterosexual teenage relationships. Many young people also hold 
women equally culpable despite men being more often the perpetrators of domestic 
abuse than women (McCarry 2003); and display resistance when confronted with the 
realities of heteronormative domestic abuse, offering numerous justifications for it, 
including presentations of victim-blaming within the sample groups (McCarry 2009).  
 
Yet, with the exception of studies such as McCarry (2003, 2009), much research still 
fails to listen to the voices of young people, highlighting them as research subjects as 
opposed to social actors. This lack of inclusion of young people in the discussion of 
domestic abuse has been recognised in academic literature, particularly the lack of 
research that facilitates listening to the voices of young people (Callaghan 2018). 
Increased involvement of young people in such studies could booster young people’s 
sense of empowerment and value them as experts in their own experiences (MacDonald 
2018); providing recognition of them as active citizens of social change; contribute to 
increased awareness of how to help victim-survivors of domestic abuse; and help 
researchers elect the most relevant intervention (Coburn and Gormally 2014).  
 
1.3 Preventative domestic abuse programmes: teaching young people about healthy 
relationship  
Studies indicating the prevalence (for example, Barter et al. 2009; Office for National 
Statistics 2019) and acceptance of domestic abuse in young people (for example 
McCarry 2003, 2009), point towards the need for effective educational programmes. 
Educational programmes are thought to be fundamental in the prevention of domestic 
abuse, raised awareness amongst young people (Dahle and Archbold 2014) and 
promotion of healthy relationships. 1  Indeed, current research indicates such 
programmes are arguably one of the few effective ways in which young people can 
                                                          
1 Whilst the majority of current research on healthy relationships in young people defines a healthy relationship as one that does 
not involve threatening verbal abuse or physical and sexual abuse (Shorey et al. 2008); much of this research fails to acknowledge 
that the perceptions of what is considered to be abusive or non-abusive varies amongst young people (Hertzog and Rowley 2014). 
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improve their understanding of the complex nature of domestic abuse (Reed et al. 
2011).  
 
In terms of programme content, Tyson (1999) pinpoints feminist theory as an essential 
theoretical framework for conveying such messages to young people. Through feminist 
theory the discussion of young people’s beliefs which can reinforce or undermine the 
social, political and psychological oppression of women can be challenged (ibid). 
‘Social empathy’ has also been employed by many academics working with young 
people and domestic abuse, where interactive activities are utilised to enable young 
people to gain knowledge and create empathy with the circumstances of young people 
in abusive relationships to close the gap between abuse perception and lived reality 
(Adelman et al. 2016). Mcqueeny (2016:1465) advocates a three unit structure for 
young people to understand the impacts of abuse on their personal lives: (a) social 
contexts of domestic abuse, (b) narratives of domestic abuse, and (c) strategies for 
ending domestic abuse. Mcqueeny (ibid) emphasises the importance of young people’s 
centrality as social actors in their learning by making interactive learning central in 
challenging domestic abuse narratives that young people face. These approaches are 
reflected and implemented in project CRUSH (West Mercia Women’s Aid 2014) 
through interactive character creation, stories and discussion of how to end abusive 
relationships, enabling young people to gain knowledge and a sense of empathy with 
victim-survivors of domestic abuse and develop their own skills.  
 
 
The lack of current educational programmes available to young people has been 
highlighted (Hertzog and Rowley 2014; Parker et al 2005). Parker et al (2005) 
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suggested that only 30percent of young women felt school-based sex and relationships 
programmes met their needs. Traditionally curricula focused predominately on issues 
such as pregnancy, contraception and sexually transmitted infections; with calling for 
more discussion of healthy relationship dating back decades (see Lenderyou and Ray 
1997; Ofsted 2006). Until 2020, mandatory topics included puberty, the biological 
aspects of sexual reproduction and sexually transmitted infections, yet lacked 
information on the formation of healthy relationships (Brook 2011; Pound et al. 2016). 
Previous research has called for improvements in compulsory school curriculum for the 
inclusion of healthy relationships to be discussed to promote the wellbeing and safe 
guarding of students (Brook 2011). Recent change in sex and relationship education in 
the school curriculum has recognised the necessity to include such content in Personal, 
Social, Health and Economic Education (PSHEE) classes, with compulsory 
programmes now including topics such as reporting abuse, victim-blaming and healthy 
relationship formation (Department for Education 2020). 2 
 
At present the effectiveness of the new PSHEE healthy relationships content has yet to 
be evaluated. Whilst mainstreaming of healthy relationship teaching for young people 
is to be welcomed, teaching such content involves ‘powerful experiences’ (Dragiewicz 
et al 2013: 6088), that can be challenging for facilitators; and it is not clear if teachers 
are best placed to do this work. Biddulph (2007) noted teachers have limited 
opportunities to train for teaching domestic abuse and healthy relationship content, and 
that where such training is offered, there is a risk some teachers may not be prepared 
emotionally to successfully teach sensitive content to young people. Stanley, Ellis and 
Bell (2011) further this argument by stating that a gendered approach is necessary, with 
specific emphasis on how these topics are delivered to young people. However, Hester 
and Westmarland (2005) note that unfamiliar staff pushing a feminist approach imposes 
the risk of material being viewed as one-sided or anti-men for young male participants. 
Others have responded to this argument by stating teachers should be the ones to convey 
the material to students, due to their prior relationship with pupils that specialist 
facilitators often lack (Hilton 2007). The Scottish Executive (2002) evaluation of the 
Zero Tolerance Initiative in Scotland provided evidence for this, stating that teaching 
                                                          
2 Such teaching predates the running of CRUSH in B&NES and the data generation phase of this research. 
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staff are best suited to lead healthy relationship programmes. However, the findings 
from other studies suggest otherwise. Fox et al. (2014) noted the benefits of specialist 
facilitators in teaching such programmes due to their vast knowledge and experience in 
discussing domestic abuse with young people. Hester and Westmarland (2005) 
acknowledge that specialist facilitator may be preferable if staff do not possess the 
confidence and skills to adequately teach such content. Indeed, evidence indicates that 
a concerning minority of teaching staff may not hold the values and skills needed for 
tackling domestic abuse, with 22 percent of teachers who delivered a domestic abuse 
prevention programme to young people believing girls sometimes provoke violence 
towards themselves due to their behaviour and attire (Fox et al. 2014). Such a lack of 
knowledge of domestic abuse can result in teachers conveying the message of 
prevention techniques incorrectly (Hilton 2001). Lack of skills can also restrict teaching 
methods leading a reliance on a single teaching tool, such as worksheet-based lessons, 
making the content less engaging for participants (Hilton 2001).  
 
Biddulph (2007) indicates that any teaching interaction needs to be tailored to 
individual classroom dynamics and responses to teaching methods, implementing 
techniques such as humour, scenario learning and role play. Fox et al. (2014) also 
highlights that facilitators responding to the individual needs of participants was crucial 
to the success of teaching such content. Fox et al. (2014) additionally notes that if 
teachers conveying such material had a previous poor relationship with students this 
may impact negatively with students simply disengaging. Other research highlighted 
the crucial role of facilitator choice emphasising the need for facilitators to be able to 
engage participants with high levels of respect, trust and openness (Comprehensive 
Research Group Research 2009). It is suggested that skilled and knowledgeable 
specialist facilitators can serve to provide a safe, open, trusting space free of judgement 
to encourage participants to take part in an array of teaching activities (Robbins 2014).  
 
What current research is lacking is detailed knowledge and understanding of the 
relationship between facilitator and young participant in such programmes, resulting in 
calls for further study within the educational field of young people (see for example 
Heffernen et al. 2012). Also absent in current research on domestic abuse and healthy 
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relationship training is how to manage difficult classroom behaviour. This is 
particularly important in view of behavioural issues being one impact of children and 
young people experiencing domestic abuse (for example see Kitzmann et al 2003). For 
this reason, in the following section we have cast our net for the literature review 
beyond the field of domestic abuse and healthy relationships to cover more general 
classroom behaviour management literature. 
 
1.4 Managing Classroom Behaviour 
Often absent in discussion and evaluation of domestic abuse education programmes is 
how to manage challenging behaviour (see for example Brooks and Goldstein 1995). 
Within the past two decades the substantial development of ‘universal’ positive 
behaviour intervention support in educational institutions, known commonly as 
SWPBIS programmes, has been said to assist efforts to address challenging classroom 
behaviour (Bradshaw et al. 2010). From this programme a multi-tiered model of 
preventive methods, teaching strategy, screening and the implementation of 
behavioural and education practices has been permitted. The framework allows for 
intervention techniques available to all educators to promote positive behaviour in 
students (Horner et al 2010). The use of SWPBIS programmes over the past two 
decades has helped mould the foundations of behavioural expectations within 
classrooms through the establishment of explicit rules and standards for general 
classroom settings (Bradshaw et al. 2010). Further to setting the rules for students, 
Lewis et al (2010) indicates that SWPBIS has been important in providing a positive 
engagement framework for teachers to follow teaching strategies consistently with an 
emphasis on reinforcing positive behaviour.  
 
Much of this literature places specific emphasis on the role of teacher or facilitator to 
take an active role in managing such classroom culture. Hamm, Hoffman and Farmer 
(2012) highlight the responsibility educators must take at two crucial levels in 
particular. Particular emphasis is placed firstly on the authority figure teachers serve as 
to enforce rules to emphasise the positive functions of the classroom setting. Secondly, 
it is stated how teachers play an important role in monitoring and recognizing students’ 
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social interactions, setting the tone for the culture of the classroom by the formation of 
positive relationships with the students (Hamm et al 2012).  
 
Gifford-Smith and Brownell (2003) note how children’s social interactions and shared 
relationships creates a peer culture and helps to mould a peer group and; that behaviour 
of peers within the group is often created and reflected throughout the group setting. 
Many theorists have rooted discussions about classroom and peer group behaviour 
within social interactional theory, which recognises how individuals display their 
behaviours based around their peers own behaviours and thus build a culture of 
behavioural approaches deemed acceptable within the group (Farmer et al 2007). 
Patterson (1979) highlighted how the repeated interactions between individuals 
reinforce patterns of specific behaviour and thus teachers must be aware of these social 
settings in order to tackle challenging behaviour. Cairns and Cairns (1994) suggest there 
are three noticeable processes in which group classroom behaviours are formed: 
imitation, reciprocity and complementarity. During imitation one pupil may lead a 
behaviour which is then replicated by another individual within the setting. In the 
instance of reciprocity, the students imitating then behave in a similar manner which 
serves to solidify the common behaviours. On the other hand, in complementary 
exchanges the two interacting students have varying levels of status but the behaviours 
must take place in differing manners for the solidification of behaviour to take place, 
for example as viewed in the situation of a leader and follower of the peer group (Cairns 
and Cairns 1994). Whilst these interactions can create positive group dynamics, these 
processes can also create the foundations for challenging behaviours in the classroom 
(Farmer et al 2007). 
 
Yet whilst this literature suggests the backgrounds of how challenging behaviours can 
emerge, and such current programmes serve as a guide to teachers to manage these 
behaviours, this literature fails to recognise the specificity of such challenges as they 
may arise in classroom settings (Farmer et al 2014). Other academics have highlighted 
that a focus on social interactional theory within the classroom setting is not enough to 
understand the reasons for challenging behaviour and thus how to manage it 
appropriately. Karve (2015) suggests the root causes of challenging behaviour are often 
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the result of external personal circumstances which are expressed through disruptive 
behaviour. Reflecting this perspective, Cefai and Cooper (2010) argue that young 
people identified with social difficulties which lead to disruptive behaviours during the 
classroom are not the result of peer group formation but in fact the opposite, recognising 
that disruptive students are often the most marginalised within school settings with the 
least sense of belonging within their peer groups (Cefai and Cooper 2010). Academics 
from this perspective have argued that difficult classroom behaviours should not be met 
with programmes such as those outlined above by the SWPBIS but with student 
empowerment and opportunities to allow students to voice their feelings to participate 
meaningfully in classroom settings to tackle disruptive behaviours (Fielding 2004). 
Wearmouth (2004) argued that the literature has ignored students’ personal lives and 
how they may create challenging behaviour completely by highlighting them to be a 
‘difficulty’ for the teacher to deal with, leading to further negative behaviours, social 
alienation of these pupils, and poor social functioning within adulthood. These ideas 
support the need for teachers and facilitators to build personal individual relationships 
with pupils presenting challenging behaviours in the classroom to create a positive and 
trusting environment to encourage positive and respectful behaviours to take place 
between both educator and student (Fielding 2004).  
 
Flynn (2014) notes that through the empowerment of students displaying difficult 
behaviours, the students in return generate a multidirectional model of empowerment 
creating personable relationships between student and teacher. Through this 
relationship creation, a sense of value and engagement is displayed and as such is 
imitated by the students to the teacher (see also Cairns and Cairns 1994). These 
arguments reinforce the literature highlighting that challenging behaviour cannot be 
met with a ‘universal’ set of rules enforced from teachers or facilitators alone, but must 
catered for individual student’s circumstances (such as witnessing domestic abuse) with 
a focus on positive relationship building to yield positive behaviours within the 





1.5 Ontogenetic, Meso, Micro and Macro level interaction framework 
In the above section the importance of both peer groups and individual needs were 
highlighted by different authors. According to Bronfenbrenner’s (1993) ‘Ecological 
models of human development’, individual and peer interventions are not an either/or 
choice but are respectively micro and ontogenetic levels of intervention within an 
ecological system.  Whilst the ontogenetic level refers to individual behaviours, needs, 
abilities and cognitions; the micro level refers to everyday (including peer group) 
interactions. These immediate interactions consolidate individual understanding of 
what constitutes (un)acceptable social practices, such as domestic abuse (Hagemann 
White et al. 2010). Bronfenbrenner’s (1993) model indicates, therefore, that both an 
attention to social interaction (e.g. peer group) and individual need (e.g. witnessing 
domestic abuse) are required in order to address the causes of domestic abuse. However, 
Bronfenbrenner’s (1993) model indicates these are not the only levels at which 
intervention is required. Patriarchal discourses have strong structural foundations, the 
impact of these on the lived experiences of victim-survivors and perpetrators of 
domestic abuse is recognizable when the micro interactions shape the perceptions of 
acceptable behaviours and can subsequently reinforce or challenge these notions 
(Hagemann et al. 2010). These larger historical, legal, cultural structures occur at the 
macro level (see Bronfenbrenner 1994; Hagemann White et al. 2010). This level refers 
to the larger overarching inequalities between men and women including the 
subordination of women to men (Hagemann et al. 2010), and is particularly recognised 
as important in research discussed in section 1.3 on domestic abuse and healthy 
relationship training for young people (see Mcqueeny 2016; Tyson 1999). These two 
levels (macro and micro) mould and interact with the ontogenetic; yet often in research 
they are viewed as separate entities (Netting 2005). A further level, the meso level 
(Bronfenbrenner 1994), involves institutions such as schools and the culture, rules, 
practices and norms therein. The need to understand the interwoven nature of 
ontogenetic, micro, meso and macro levels in interventions such as teaching and 
training, whilst scarce in much research regarding domestic abuse, has been recognised 
by Hagemann et al. (2010).  
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This underscores the necessity to comprehend ontogenetic, micro, meso and macro 
influences on young people to help understand how domestic abuse interventions may 
work on the ground. However, research assessing the effectiveness of practice 
behaviours through a micro and macro framework is scarce as the subject of empirical 
inquiry (Brady and O’Connor 2014), and to use all four levels is more very unusual. 
For example, Rothman’s (2008) conceptualization of larger macro issues in social 
justice educational programmes emphasised the need for micro interventions to help 
form social advocacy. This form of community intervention has been recognised by 
other academics highlighting that the integration of macro awareness into micro 
interactive educational programmes can promote positive interconnected dynamics 
among participants and challenge unjust social policies (Brady and O’Connor 2014). 
Hardina and Obel-Jorgensen (2009) suggest that positive outcomes for a micro and 
macro framework in educational settings requires a facilitator with the necessary skill 
set (ie at the ontogenetic level) to incorporate messages of social justice including self-
awareness, the ability to facilitate empowerment and create engagement.  However, 
there does not appear to be research overtly discussing all four levels of influence on 
young people’s lives and in their education. 
 
1.6 Aim and objectives of the study 
Based on the above review of the literature, the aim of the study was to assess the 
effectiveness of the communication between facilitators and participants in the B&NES 
CRUSH Programme, and any change in knowledge and attitude of participants from 
beginning to the end of the programme. This breaks down into the following objectives, 
to analyse: 
 the relationships between facilitators and participants; 
 the effectiveness of the teaching methods used; and 
 whether there is any change in the knowledge/understanding of healthy 
relationships and domestic abuse in the participants as the programme 
progresses. 
This was undertake within a theoretical framework that paid attentions to ontogenetic, 
micro, meso and macro level concerns. 
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1.7 Conclusion 
Current research emphasises the vital need for domestic abuse to be discussed openly 
with young people yet the inclusion of the voices of young people in research is lacking 
(Callaghan 2018). Evidently, there is growing research regarding teaching preventive 
domestic abuse content but very little research currently addresses the vital role of the 
facilitator and how this information is communicated to young people (Horner et al 
2010). This emphasises the need for further research on the role of facilitator/student 
relationship formations in the success of such programmes. The current research is 
unusual not only because of the focus on the facilitator and student relationship, but 
also the attention paid in the data analysis to macro, meso, micro and ontogenetic level 




Chapter Two: Methodology  
 
2.1 Introduction 
In this chapter the research design is discussed, from access and data generation through 
to data analysis and ethics.  
  
2.2 Access 
Access to the CRUSH project was granted through Bath and North-East Somerset 
Domestic Abuse Partnership, who utilised Home Office funding to commission the 
University of Bath to undertake the project evaluation. Permission to run the CRUSH 
project was gained by the CRUSH facilitators from each individual school involved in 
the programme. Consent for the University of Bath to undertake the evaluation of the 
project was obtained from each school, the facilitators and the young people who 
participated. Parents of the young people were also informed that the evaluation would 
be taking place. See ethics section for further details. 
 
Challenges were encountered in gaining access including a change in approach to data 
generation. The original proposal was to conduct in person observations of each 
CRUSH session with detailed notes to be taken throughout by the researcher. The 
advantages of this method would have included that the many non-verbal behaviours 
could be observed and noted for analysis. However, after consideration, access to have 
a researcher present in the sessions was denied by the CRUSH facilitators. The fear 
expressed was that observation would impose on participants’ confidentiality, and the 
natural flow of conversation within the group. An alternative method was chosen which 
took the form of audio recordings.  
 
The decision to record sessions combated many of the challenges that observations 
would potentially encounter and thus eventually proved to be a highly beneficial 
method for data generation. The presence of two strategically placed recorders, as 
opposed to a person, allowed for the natural occurrence of interactions within the 
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groups without intrusion, reducing the creation of an observer’s paradox (see also 
Mackey and Gass 2012). This method also allowed more of the sessions interactions to 
be recorded and transcribed, much of which would have been lost through the method 
of observations alone. The non-present audio recording observation method was 
essential to accessing the participant’s viewpoints in an authentic manner without the 
influence of an observing body (see also Parsons et al 2016). Furthermore, this method 
helped to overcome several disadvantages associated with note taking during 
observations such as the potential to lose hard copies of data, incorrect reporting of 
events as well as the lengthy time process of personal input of notes into thick 
description writing (Berazneva 2014). There were limitations, however, the recorders 
could only be placed on the table for group work and one table close to the facilitators. 
Only one of these could be transcribed due to cost. Whilst the recorder at the student 
table (the one transcribed) was able to pick up the voices of the facilitators, it was not 
always able to pick up all conversations of the students. This was also an advantage 
though, because students could choose to be further away from the recorder if they 
wished. In addition, with multiple participants speaking at once or in quick succession 
it was not possible for the transcriber to distinguish between students. The transcripts 
did, however, distinguish between students and facilitators, and between the two 
facilitators. 
 
2.3 The Data 
The data set comprises of the original CRUSH education materials written by West 
Mercia Women’s Aid, educational materials used in CRUSH B&NES (see Appendix 
1), an interview with the facilitators, and recordings of two separate runs of the CRUSH 
B&NES programmes involving the same two facilitators and two different groups of 
14-16 year olds (7 participants in Group A and 11 participants in Group B). There were 
four ‘sessions’ each standardly six hours long. However, the timing of delivery was 
adapted for the needs of each group: in one setting, that involved special needs students, 
here the sessions were delivered over five slightly shorter days; in the other it was 
delivered over two longer days.  
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As well as a joint recorded interview, the research team met with the facilitators twice 
to discuss the research project as well as the progress of the CRUSH B&NES Project, 
and exchanged numerous emails to gain feedback on research findings at each stage of 
the study. The interview with the facilitators lasted approximately 1 hour and focused 
on their understanding of how the programme was progressing, how they had adapted 
the original CRUSH materials and developments moving forward. Both the interview 
and programme recordings were stored on a password protected file on The University 
of Bath secure server and were transcribed by a professional transcriber. These 
transcriptions were then stored in a password protected document on the University of 
Bath secure server and are the basis of the data analysis.i  
 
2.4 Data Analysis 
When analysing the educational materials and interview transcript, thematic analysis 
was applied in order to establish, code and analyse appearing themes and patterns 
(Crabtree 2006). Thematic analysis was also used initially to analyse the transcripts of 
the recorded CRUSH sessions. However, in order to reach a deeper level of analysis of 
the sessions, this was subsequently combined with instructional communication theory, 
discourse and narrative analysis. This was done in order to delineate and explore the 
various linguistic devices utilised to regulate information from language into narratives 
and thence conveyed in the sessions (Halliday and Hasan 1976). 
 
The CRUSH transcripts, and the educational materials, were read thoroughly in their 
entirety prior to analysis in order to create a familiarity with their content. The next step 
was to take a closer reading of the transcript alongside listening to the recordings at the 
same time, highlighting anything that seemed potentially relevant to the analysis, and 
picking up any differences in interpretation between listening to the sessions and 
reading the transcripts (which may have lacked the same social queues such as voice 




Open coding was primarily utilised at this stage to break the data apart and delineate 
initial ideas and concepts from the raw data in the form of words, phrases and sections 
of highlighted text from the initial close reading (Corbin and Strauss 2008). Visual 
representations of codes were employed here. Colour coding was useful to represent 
various codes and decisions for making them; matching colours of codes with segments 
of text including a coding label, definition and an example to understand the formation 
of these codes (see also Ellis and Barkhuizen 2005). These codes were then categorized 
into themes through the assessment of individual codes, reviewing similarities between 
them and grouping them according to common features (see also Charmaz 2014). 
Through this process themes of the codes emerged through categorization, reducing the 
categories that address the research question of the study refining it further and further 
until the categories were viewable as relevant concepts or themes (see also Saldana 
2016). The themes were then further examined to determine the relationship between 
them (Dey 1993) in the visual form of a table. The representation of coding in the form 
of a table was chosen to enhance the readability of relationships between codes, 
categories and themes to simplify the results of the coding process (Adu 2019). The 
table and coding therein was then checked and commented on by another member of 
the research team.  
 
The ‘next phase’ of the analysis, though it was not completed as a linear process, was 
to see if these themes were linked to discourses and formed into narrative by the 
participants and as such if similar narratives occurred between facilitators and 
participants. The inclusion of narrative analysis in combination with discourse and 
instructional communication theory allowed for the representation of personal 
meanings, experiences and perspectives of the individual participants of the CRUSH 
project at the ontogenetic and micro level within the wider context of the institution and 
society at the meso and macro levels. Through the deployment of narrative analysis 
Cazden and Hymes (1996) argue that the dividing lines between micro and macro issues 
of society can be successfully joined and depicted analytically. This can lead to the 
development of critical meta-awareness (Roberts 1998) through the engagement of 
personal identification in the social construction of situations, which was crucial to 
understanding the facilitators own engagement with project CRUSH’s training 
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It is paramount when dealing with raw data and conducting research to consider the 
ethical measures which must be taken. All phases of the project were formulated in 
reference to the ethical guidelines of the British Sociological Association (2017), The 
University of Bath (2019) and the World Health Organisation Ethical recommendations 
for the study of domestic abuse (Ellsberg and Heise 2005). The research project 
received a favourable opinion from the University of Bath Social Sciences Research 
Ethics Committee (SSREC code, S19-002); and each phase was discussed in detail with 
and approved by the project facilitators, as discussed above.  
 
Particular caution had to be taken during the process of generating personal data from 
participants. All research participants were supplied with an information sheet and a 
consent form delineating the research purposes, the participants right to withdraw, as 
well as contact information in case they had any personal concerns as to how their data 
would be stored and utilized in the study. Parents and participants were informed of the 
study prior to the running of the programme. The recordings were kept on a secure 
server at the University of Bath, which was password protected. All relevant forms were 
kept in a locked cabinet in a secure office. The recordings were transcribed by a 
professional transcriber who adhered to the same ethical standards as the researchers. 
These transcriptions were made anonymous to protect individual identity and were also 
kept in a password protected document on The University of Bath’s secure server.  
 
2.6 Validity in qualitative research 
In order to combat any potential biases that could limit the quality of the data analysis, 
three of the researchers working on the project peer reviewed the coding. This enabled 
the analysis to gain different perspectives and challenge personal biases in order to 
increase the validity of the analysis. Feedback was also essential from the facilitators 
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of the CRUSH programme through comments on previous parts of the evaluation, 
including a pilot analysis of one run of the programme. A reflexive journal was kept by 
the main data analyst to document the coding process and personal thoughts regarding 
the direction of the research project. This process accounted for confirmability (the 
range of the analyst’s personal interpretations stemming from the data) through the 
process of peer reviewing enabling critique and questions to how conclusions from the 








Chapter Three: Findings  
3.1 Introduction 
Three main themes were extracted from analysis of the CRUSH data, which shall serve 
as focus of the discussion to follow: teaching techniques; attitudes and responses during 
the programme; and experiences of services and trust. Whilst some of the findings are 
presented in the form of single words or brief phrase, additional context has been 
provided. Quotations in the text have been purposefully chosen to reflect the themes 
and narratives of both facilitators and participants.  
 
3.2 Teaching Techniques 
One key theme to come from the analysis was the importance of the implementation of 
teaching techniques by the facilitators in order for the programme to be delivered 
successfully to the participants. On further analysis of the transcripts, it was noticed 
how these teaching techniques conformed to two categories: techniques targeted 
primarily at the micro level specifically working with the group dynamics; and those 
aimed at the micro and macro level, focusing on building relationships outside of the 
group by challenging stereotypes around domestic abuse or gender. The next section 
will focus on the findings relating to the teaching techniques used by the facilitators of 
the programme to engage the participants with the latter.  
 
3.2.1 Techniques Addressing Macro and Micro Level Issues  
Teaching techniques targeted at the use of macro level discourses and ideology (e.g. 
patriarchal understandings of gender) in micro level relationships were visibly utilized 
by the facilitators to deliver project CRUSH to both groups of participants. Analysis of 
transcripts signals that in both Group A and Group B, rich and varied teaching 
techniques were adopted by the facilitators to deliver the content; alongside facilitators 
using their personal skills to engage participants. This section of the findings will be 
dedicated to the analysis of these techniques used by the facilitators to address the 
macro issues of pervasive gendered discourse/myth around domestic abuse.  
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Instructional interactive games to facilitate learning around domestic abused myths 
were utilised in both group settings to engage participants with the programme content 
such as during the ‘Myth vs Fact’ game (see Fig. 1 in Appendix). The ‘True or False’ 
game (see Fig. 2 in Appendix) introduced this technique in both group settings, an 
example of which is shown below. 
Group B DAY 1 AM (22.44) 
Alcohol causes partners to be abusive, coercive or manipulative in intimate situations, true or false?  
Facilitator 
 
The use of interactive games by the facilitators allowed for discussion and debate 
amongst participants, supporting an open and inclusive environment for participants to 
vocally express their opinions and engage in the discussions surrounding healthy and 
abusive relationships. The ‘true or false’ quiz also appeared to enable participants to 
begin questioning their own ideas about their own experiences. For example, 
romanticising abuse was raised and questioned by one participant further on in the same 
session as the quiz developed: 
Group A Day 1 AM PT 2 (18.59) 
Is it true that boys actually pick on you because they like you? Participant 
No.  No, I saw this thing the other day … Participant 
[….] and it was like you shouldn’t teach girls that. Participant 
Yeah, absolutely. Facilitator 
The reason why boys are nasty to you is because they like you. Participant 
Yeah, is that true because or not because I’m so confused? Participant 
 
The use of the ‘truth or false’ quiz therefore allowed participants to begin questioning 
domestic abuse myths they had already encountered. The above quote also 
demonstrates, for some participants, a good level of trust in the facilitators, and their 
peers, ability to help them decipher fact from fiction.  
 
Within the educational materials other activities revolve around the reframing of abuse 
often conceptualised as love. For example, in one activity sheet describing abuse it is 
noted ‘love shouldn’t be conditional - especially if these conditions are to change key 
aspects of you’ (see Appendix fig. 3). Similar narrative patterns were found in analysing 





Group B showed similar benefits to Group A. This was particularly noticeable in the 
exploration of discourses of abuse within the ‘spotting the warning signs’ scenario 
exercise on the final day (see Fig.4 in Appendix). Participants demonstrated the ability 
to recognise warning signs of an abusive relationship through the scenario based 
elements of the exercise allowing them to explore the situation from their own personal 
viewpoint:  
Group B DAY 6 AM (45.08) 
’I’m sorry!  Demanding passwords!  Well done!  Using forgiveness as a weapon, well I’ll forgive you if you 
do this, this, this and this’. Participant 
(agreement) 
[…..] jealousy, that’s fairly simple, verbal insults, which again simple … controlling … […]  Participant 
 
The above quote is also an illustration of the high level of confidence students had by 
the end of the programme to recognise sighs of an abusive relationship. The transition 
of participants own recognition of types of abuse from the beginning to the end of the 
programme will be explored further later this chapter.  
 
Throughout the programme facilitators also used character creation to allow 
participants to discuss the issues surrounding domestic abuse and healthy relationships. 
The characters were discussed in various exercises allowing participants to address and 
discuss their own preconceptions about, and used of myths around, domestic abuse 
within the relative safety of doing so in reference to a hypothetical person. These 
characters consisted of two males and two females which would form one healthy and 
one unhealthy relationship. The characters acted as a catalyst for discussion regarding 
abusive tactics and also were fundamental to exposing students’ gendered pre-
conceptions and to some of the participants’ ability to recognise abusive tendencies 
themselves by the end of the programme (see for examples section 3.4.1 on 
Stereotyping of Gender).  
 
As discussed in this and subsequent sections, the facilitators perception of the success 
of the materials (quoted above), is evidenced within the group data where students are 
positively engaged with the tasks (see previous example quote from Group A). The 
facilitators see such techniques as vital early interventions to avoid myths about 




3.3.2 Techniques targeting micro level group dynamics 
Alongside teaching techniques to address macro issues surrounding healthy 
relationships, techniques used to target micro level issues (such as group dynamics) 
were also clearly present to keep both groups engaged with the programme. These 
techniques seemed relevant to the individual dynamics of each group however similar 
themes emerged from the analysis of both Group A and Group B. It was particularly 
crucial that facilitators successfully paired teaching techniques targeted at macro level 
ideology with the individual needs and groups dynamics at the micro level to ensure 
participants engaged with the CRUSH programme. The following section of this 
chapter will discuss the main micro level techniques coded from the transcripts in 
further detail with an emphasis on how facilitators utilized these techniques in each 
group. 
 
3.3.2.1 Positive affirmation of group participation 
Positive modelling and affirmation of group participation was a key micro technique in 
both groups to enable participants to contribute to the discussions and exercises of the 
programme with confidence. This started with the discussion of group rules with 
phrases such as ‘respect’, ‘understanding’, ‘keeping to time’, and ‘listening to each 
other’ being emphasised by the facilitators. In both groups findings supported that 
participants responded positively to facilitator encouragement and demonstrated 
increased involvement in discussion after receiving positive affirmation from the 
facilitators. Facilitators offered positive affirmation in the form of verbal praise and 
encouragement to participants who took part in discussion and exercises. For example: 
Group B Day 5 AM (59.43) 
I bet you can. Facilitator 
You’re really clever, you come up with some really amazing […]. Facilitator 
You’re clever!  You’re amazing!  Facilitator 
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Facilitators offering such positive encouragement to get the participants involved 
enabled generally positive group dynamics as well as encouragement between peers 
themselves, which shall be explored further later in this chapter. Positive affirmation 
was also used to combat challenging group behaviour, particularly in Group A, where 
data indicates some particularly challenging individual and group behaviour (e.g. 
requesting to leave within a session, talking over other students and the facilitator), for 
example: 
Group A Day 2 PM (54.38) 
I think for somebody who finds it hard to sit still, you’ve done really well, it is a difficult subject isn’t it?  Facilitator 
 
Positive group affirmation was thus not merely used to encourage participants to engage 
but also was adapted to the group dynamics to combat challenging behaviour and group 
disruptions.  
 
3.3.2.4 Personal insight to encourage personal responses 
Alongside positive affirmation to encourage participation within the groups, facilitators 
also encouraged discussion by immersing themselves into the exercises and activities 
with their own insights to encourage participants to follow with their own personal 
responses. Facilitators often demonstrated their own feelings, opinions and stance on 
the content and were often successfully met with participants responding with their own 
personal view points, an example of this from the coding table is shown below from 
‘The Emergency’ activity (see Fig. 5 in Appendix for details of this activity):  
Group B Day 4 AM (36.12) 
Yeah. The fact, for me, it was the fact that the first thing she says is, my nan is in hospital, she’s had an 
accident, and he bangs on for a good while about how long he’s been waiting in the cold.  Now once you hear 
that kind of emergency situation, yes he has been waiting in the cold but he was completely ignoring that …  
Facilitator 
He’s pretty much being a self-centred arrogant son of … (slams table) Participant 
(laughs) I think you’ve nailed that, yeah! Facilitator 
 
Here the personal insight from the facilitator encouraged the participant to participate 
in the discussion by offering their own personal view point. This was then followed by 
supportive good humour (laughter) and affirmation.  Similar results were found in the 
analysis of Group A, where participants were able to share their own personal 
experiences of abuse in their life when facilitators indicated they were empathetic to 
such experiences. For example: 
Group A Day 2 PM (59.51) 
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And I think especially young people, when you’re in school or the person’s in the same school as us, it can feel 
really, really difficult.  But most schools now are trying to get … trying to make sure that when there is that 
kind of intimate couple abuse within school, so two pupils in the same school, that they are protecting the victim 
rather than the perpetrator of the abuse. Facilitator 
[…..] 
I remember when my step-dad done that, he came back to our house like when … like late at night mind. 
Participant 
Yeah. Facilitator 
It was like nine, ten o’clock in the evening.  And I’m up in my mum’s room and I look out and there he was, 
just driving past really slowly, just staring into the window. Participant 
Yeah. Facilitator 
 
3.3.3 Micro (and Ontogenetic) Level Adaptations 
Whilst similarities were drawn between the micro teaching techniques utilised by the 
facilitators in both group settings, analysis revealed that facilitators also adapted their 
teaching techniques to better suit the dynamics of each group and the individuals 
therein. This section of the findings will explore the micro level adaptations made by 
facilitators in order to successfully cover the CRUSH materials whilst paying attention 
to the group interactions in order to adapt the programme to make it suitable for the 
individual participants.  
 
3.3.3.1 Responding to group dynamics by altering teaching techniques 
Facilitators adapted their teaching techniques in accordance with the individual group 
dynamics, particularly to challenging behaviour. In Group A this was evident in 
facilitators choice of rearranging groups during activities after recognizing group 
disruption taking place: 
Group A Day 2 PM (07.57) 
Is it working together in smaller groups because it’s certainly not working with a bigger group, we’ve tried this, 
it’s not working, so maybe we need to just do smaller … Facilitator 
Go back into smaller groups. Facilitator 
… smaller groups or individuals.  We could do pairs. Facilitator 
 
Facilitators also implemented humour as a tool to alleviate disruption and challenging 
behaviour, and to keep participants engaged with the programme content. This 
technique was most prevalent in Group B but was also present in Group A. For example, 
in an exercise where participants were deciding how the CRUSH characters would 
appear facilitators were able to successfully utilise humour to laugh with participants 
over the humour of oxymoronic gendered physical appearance suggestions for one 
character. Particularly this was seen for the suggestion of a boxer walking a poodle 
which humoured the students ‘I’ve just got this vision of this boxer walking this poodle 
…!  Yeah, OK, cool!’ (Facilitator, Group A Day 1 PM (10.20). 
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The facilitators’ interview indicates that their interaction and adaption of the 
programme was purposeful and view by them as of crucial value in order to promote a 
positive learning environment to a wide variety of participants. The adaptable nature of 
the materials presented and the flexibility for communication to the participants by the 
facilitators promoted a positive awareness of domestic abuse but also appeared to 
enable participants to obtain individual cognitive awareness of discussion and 
interactive skills in order to diffuse violence in their own lives if it does occur without 
aggression. Such discussions led to increased displays of emotional responses within 
group settings. Group B in particular showed increased sensitivity to the programme 
content as the sessions developed, with many participants displaying emotional 
responses throughout the programme, including participants needing to leave the 
programme temporarily due to emotional distress, for example: 
Group B Day 4 AM (01.01.48) 
[Name], I’m just going to take [Name] back to class … Participant 
(crying) Participant 
Are you alright ? … is it something I said […] Facilitator 
(all talking over) Participants 
Yeah, OK, I’m sorry […]  Facilitator 
 
Facilitators responded to such emotion with sensitivity, and when appropriate apology, 
as above. 
 
General disruptive talking, was more common than tears and was handle effectively, in 
some cases, with gentle informal good humour to implement a positive environment: 
Group B DAY 5 AM (27.58) 
Right, right, right, calm, calm, otherwise I’m going to come down and sit in between you.  No sword fights! 
Facilitator 
(singing in background) Participants 
So do you want to let them … oh no, they’re in the middle of the flow.  (pause) Why?!  Just why?  Have a 
teacake! Facilitator 
 
In other examples the facilitator simply asked them to move on: ‘OK, can we move on 
guys?  Let’s not get caught up in another one’ (Facilitator Group A Day 2 pm (35.04)). 
A linked theme to arise here was the issue of time keeping which is discussed in the 




3.3.3.2 Time Keeping  
Time keeping emerged as a key theme from the analysis and altered tremendously 
between Group A and B. The need to stick to the programme time table was mentioned 
numerous times by the facilitators to the participants. In order to ensure the programme 
was covered in the allocated time frame facilitators encouraged participants to work 
with them to cover the programme in various ways. During the initial session 
facilitators for both Groups A and B expressed the importance of time keeping in the 
programme when facilitating ground rules: 
Group A Day 1 AM (13.41) 
Yeah, time, trying to keep to time, well we will try and keep on time.  Facilitator 
 
Group B Day 1 AM (14.58) 
OK, that’s worth remembering.  But we have a lot of stuff to get through, so sometimes we’re going to have 
to push things forward, alright? Facilitator 
That’s fine. Participant 
And it’s not that we’re trying to be rude, it’s just that I want to get through everything.’ Facilitator 
I’ll put stay on task.’ Facilitator 
 
Here the facilitators recognized that it was a joint responsibility for both them and 
participants to adhere to time keeping.  More noticeable in Group B was participants’ 
adherence to these values, displayed by the facilitators, with some participants 
displaying group authority to remind other participants of the value of time keeping on 
the programme and to encourage peers to stick to time keeping: ‘‘Come on guys, we’ve 
been waiting to get started, can we settle down?’ (Participant, Group B Day 6 PM 
(06.28)). Time keeping recognition had to be repeated more often in Group A, to remind 
participants of the importance of sticking to the schedule of the programme, than Group 
B, for example: 
Group A DAY 2 AM PT 1 (01.09.22) 
Can I take five please? Participant 
We have got to do one more activity before break … Facilitator 
Can I take five to calm down because … Participant 
Yeah … Participant 
That’s going to delay everything else. Facilitator 
Why? Participant 
Because we need to finish, right, we’re going to do a role play and we’ve got very little time. Facilitator 
 
Whilst there were key differences in how time keeping was addressed and received in 
both groups it is important to note the differences in session length and time period in 
which the programme was covered (see below), which meant time was more pressured 
in Group A. This may link to some of the heightened difficulties, such as time-keeping, 
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experienced in Group A, and the decision by facilitators to (i) keep going despite 
interruptions, and (ii) mitigate this by encouraging Group A with rewards such as 
sweets for paying attention: 
Group A Day 2 AM (26.52) 
Do you want me to read it out?  I met Liam through friends of friends, I was sixteen and he was twenty-five.  
At first … you’re not getting the treats if you don’t listen. Facilitator 
What treats is it? Participant 
Can I find out what they are? Participant 
I met Liam through some friends of friends, I was sixteen, he was twenty-five …Facilitator 
 
3.3.3.2 Time Difference between Group A and B 
Whilst discussing time-keeping it is important to note the time periods in which the 
programme was covered differed between Groups A and B. Group A undertook the 
CRUSH programme over a period of two days with two six hour sessions covered over 
two weeks. Group B however undertook the CRUSH programme in much shorter 
sessions of three hours per session each week over a total of five weeks.  The decision 
to do shorter sessions over a longer period of time was made due to learning needs, with 
Group B being highlighted by the schools as having the majority of participants with 
specific learning needs. Facilitators placed the learning needs of the participants at the 
forefront of the programme in order to enable participants to be fully engaged to the 
best of their ability with the content, devising a timed teaching plan of each session for 
group B which can be viewed within the Appendix Fig. 6. Initially this timed plan 
consisted of the programme running over four sessions as opposed to the five sessions 
which did take place. Five sessions took place as a result of the facilitators actively 
recognising and responding to the learning pace of the group to ensure participants of 
Group B were able to engage and interact with the entirety of the programme content. 
As a result of the facilitators choices to elongate the programme in this manner, it is 
evident that participants learning was at a more comfortable pace for their ability, and 
the programme content, with less need for the facilitators to continually check time 
keeping. The data indicates that such an approach may have also benefited Group A.  
 
3.4 Attitudes and responses during the programme 
An analysis of participants’ attitudes and responses was fundamental to understanding 
the transition of participants personal views and knowledge regarding domestic abuse 
and healthy relationships and observing how these attitudes changed through the 
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duration of the programme for both Groups A and B. In the following section the 
question: do the teaching techniques and material, aimed at addressing both macro level 
discourse/myth and managing class behaviour at the micro level, impact on the 
student’s attitudes and responses?  
 
Some participants arrived with limited knowledge surrounding domestic abuse and 
scarce awareness of many of the avenues in which abuse occurs. Analysis of the 
transcripts indicates that a positive transition was made for both groups in the form of 
participants’ responses and attitudes surrounding awareness of domestic abuse and 
related issues. The following section of this chapter will discuss the formation of these 
attitudes and responses in detail, including their understandings of gender, victim-
blaming, and warning signs. 
 
3.4.1 Stereotyping of Gender 
As indicated at the beginning of this chapter, participants of both groups arrived at the 
programme with limited knowledge of abusive behaviour in relationships and also 
displaying normalization of abusive behaviour with a tendency towards gender 
stereotyping. Such analysis indicates that participants not only came with a lack of 
understanding of what constituted an abusive relationship but were also initially 
prepared to actively challenge the facilitators ideas around what constituted abuse.  
 
Gender stereotyping towards the programme content on Day 1 was particularly evident 
in Group A in reference to participants opinions of the CRUSH characters.  
Participants displayed a bias towards negative selection of character traits when 
presented with developing the female characters asked to pick an array of positive and 
negative traits for the characters (see Appendix fig 7).:  
Group A Day 1 AM PT 1 (01.17.52) 
… arrogant, troublemaker, bossy, moody, gossip, rude … impatient, disrespectful, reck … no reckless is a 
good thing I think sometimes. Participant 
OK. Facilitator 
Jealous and that’s it. Participant 
Fourteen. Participant 
OK, so you’ve got, yeah, fourteen not so positive and six positives! Facilitator 
I think that’s good though. Participant 
Do you think?! Facilitator 
Yeah. Participant 
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Participants tended to choose predominantly negative personality traits over positive 
ones when selecting female CRUSH characters. Similarly, participants displayed 
negative views towards the female CRUSH characters based on their appearance in a 
photo.  
Group A DAY 1 AM PT 1 (01.17.52) 
I don’t like her. Participant 
Why … what is it about her? Facilitator 
She just looks like … Participant 
 
Such negative opinions of the female CRUSH character were based primarily off their 
physical appearance in the picture; including displaying an expressions of dislike 
towards the character’s dress sense to influence their dislike of the character 
themselves; this is indicated in the example below: 
GROUP A DAY 1 AM PT 01.17.52 
OK, is it the tights? Facilitator 
Yes, it’s the tights. Participant 
Every time it’s the tights. Facilitator 
The tights. Participant 
I think it’s just all of her! Participant 
I think it’s just everything! Participant 
 
Gender powered language was also found to be associated with the female CRUSH 
characters for both Groups A and B. In particular, the word ‘bossy’ was used primarily 
in association with the female characters by both groups.  
GROUP A DAY 1 AM (01.28.07) 
She’s bossy and shy?!  Facilitator 
Yes. Participant 
Well with people she’s comfortable with. Participant 
Who said that she’s shy? Participant 
Because I thought that there was something about her being really shy and not …? Facilitator 
No, she’s shy around … Participant 
So she’ll be shy around like other kids that she doesn’t know, but as soon as she knows people she’s like quite 
bossy to them. Participant 
 
GROUP B DAY 2 AM (56.18) 
Mm … maybe.  E […] seems like the sort of person that would boss him around. Participant 
She is bossy? Facilitator 
She is bossy. Participant 
 
Group B also displayed gender stereotyping noticeably in perceptions of masculinity. 
Comments were made on the physical appearance of the male CRUSH characters by 
Group B regarding their physique; for example, ‘He’s got chicken arms, look at him.’ 
(Participant, GROUP B DAY 1 PM (53.00)). Language displays of toxic masculinity 
were also expressed in the group, participants displayed pressure on other participants 
to prescribe to traditional forms of masculinity during ‘The Emergency’ exercise, an 
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example is the use of the phrase ‘Man Up!’ by one of the participants (GROUP B DAY 
5 PM (26.27)).  
 
In addition, some of both groups’ male participants suggested an open willingness to 
use physical aggression at the beginning of the programme, for example:  
GROUP B DAY 1, PM (42:30): 
I’d still hit that person in the corner. Participant 
Would you? Facilitator 
Yeah, … Participant 
  
Similar attitudes of acceptance towards physical aggression were displayed by the 
participants initially in the earlier running of the programme:  
Group A DAY 1, AM (37.06):  
Question nine!  Can you name three good ways of coping when you’re feeling stressed or angry? Facilitator 
Punching walls? Participant 
 
However, despite these exhibitions of toxic masculinity found within the transcripts, 
participants also displayed an awareness of the pressures to conform to a specific 
stereotype of performative masculinity. For example, when asked to contribute, male 
participants responded with admittance of difficulty discussing their feelings regarding 
sharing personal emotions 
GROUP B DAY 2 AM (33.33) 
It’s not our fault! Participant 
You don’t understand how hard it is for men to like talk about this sort of stuff. Participant 
 
Whilst toxic masculinity and stereotypes of masculinity were displayed, some 
participants also clearly understood the pressures placed upon them to conform to these 
standards. Some members of the group were also very keen to challenge such 
stereotypes. For example, on Day 2 there was negative language use in Group A relating 
to women and partner loyalty: 
Group A DAY 2 AM PT 1 (01.03.54)  
most girls tend to lie and cheat.  That’s your opinion though. Participant 
Really?  Facilitator 
Say that again? Facilitator 
That’s because …Participant 
Well, sadly most girls tend to lie and cheat. Participant 
 
However, this was robustly challenged by other group members: 
 36 
GROUP A DAY 2 AM PT 1 (01.03.54) 
What do you think about that girls? Facilitator 
No, that’s just assuming … Participant 
That’s bullshit … Participant 
…  just because maybe one girl’s done it, they think that all girls are going to do it … Participant 
 
Overall from the analysis it appeared both groups came with a somewhat limited or 
basic understanding of healthy relationships with tendencies to challenge the facilitators 
where possible. Despite expressions of gender stereotyping, it is evident that direct 
stereotyping was also challenged by peers showing that participants had the capacity 
and willingness to learn about abusive relationships and take on the skills of the 
programme to implement into their own personal lives (including within peer-to-peer 
relationships in the programme).  
 
3.4.2 Stereotypes of victim-survivors and victim-blaming 
Alongside negative stereotypes of women being displayed by Group A, victim-blaming 
was also visible through the coding process.  At the start of the programme 
participants displayed a tendency to place the blame on victim-survivors of domestic 
abuse specifically regarding verbal abuse which were contested by the facilitators. For 
example:  
GROUP A DAY 1 PM PT 1 (03.53) 
No, I know but that’s what I mean, so if she’s like quite controlling, it might make him angry and then him be 
abusive to her. Participant 
So I think we’re hearing a little bit of victim-blaming going on now. Facilitator 
 
Participants also displayed the tendency to excuse abusive behaviour at the beginning 
of the programme, challenging facilitators on what could be considered as abusive: 
GROUP A DAY 1 AM (40.24) 
This is an abusive relationship … Facilitator 
Uh oh … Participant 
… this is abusive behaviour.  The person hadn’t done anything wrong at all and … Facilitator 
Yeah, but it happened on a one-time thing. Participant 
 
The need to challenge perceptions of abuse is present in the CRUSH educational 
materials in numerous ways to challenge and intercept the constructs that enable 
abusive relationships, for example, activity sheets exploring the cycle of abuse are 
presented in the materials such as ‘What keeps couples in unhealthy relationships 
together, in the future?’ (see Appendix Fig. 8). Noticeably, the above quotes are taken 
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from the beginning of the programme but as the programme continued participants were 
able to recognise abusive tactics themselves, no longer (overtly at least) placing the 
blame on the victim-survivor, but demonstrating a sense of empathy with them and 
recognising the abusive tactics that keep victim-survivors in abusive relationships. In 
particular, some participants successfully acknowledge abusive tactics by the end of the 
programme during the ‘Ending it conversation’ (see Appendix Fig. 9) exercise where 
participants explored how to leave an unhealthy relationship, though others did not:  
GROUP A DAY 2 PM (46.01) 
So with this side of the conversation, we need to actually make a conversation which means that the person, 
the abusive person really hears what’s being said. So you need to be kind of assertive and say …  Facilitator 
(burping and laughing) Participant 
what do you notice about this conversation? Facilitator 
I don’t …  Participant 
He’s manipulating her into staying with him … Participant 
 
Group B displayed similar changes of personal views and beliefs, for some, over the 
time line of the programme. In particular, these changes were displayed in the form of 
the friend zone myth, male participants demonstrated their expectations for friendships 
to become romantic relationships raising the issue of consent and choice. In the quote 
below, which occurs on Day 2, the facilitator has to introduce the notion of ‘choice’ for 
the female friend in the scenario being discussed: 
GROUP B DAY 2 AM (12.29) 
[…] good question, how many friends do you have? Participant 
Gets all the way to the end and nothing happens! Participant 
It might not, because there’s always choice. Facilitator 
 
However, by Day 4 a positive change was made for Group B in the form of participants 
recognising the importance of choice in healthy relationship formation. For example, 
in the following exert participants were able to distinguish the key value of choice when 
deciding whether to pursue a romantic relationship or not and actively spoke about how 
choice and communication should be valued. 
GROUP B DAY 4 AM (44.13)  
Communication.  It’s where you talk about [the] situation where it could potentially lead [...], the choice whether 
you want it or not and you also provide a reason as to why you want to do it Participant 
 
Group B were also able to recognise the importance of not taking part in victim-blaming 
by the end of the programme, showing a positive awareness of victim-blaming and 
actively speaking out against it.  
GROUP B DAY 5 AM (29.59) 
But you aren’t ever to blame if someone else does that are you? Participant 
No. Facilitator 
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If someone else chooses to do that …Participant 
That’s their choice. Facilitator 
… that’s them making that decision, it’s never your fault if someone chooses to do that, so …Participant 
 
These findings support that whilst participants arrived at the programme portraying 
ideas that displayed victim-blaming and stereotyping of victim-survivors of domestic 
abuse, a transition in most student opinions as well as a clear acknowledgement of how 
victim-survivors become trapped in abusive relationships was made by the end of the 
programme for both group A and B. These findings support that the programme was 
successful in helping most participants understand abuse as well as an increased 
awareness and understanding for victims of abusive relationships.  
 
3.4.3 Awareness of Warning Signs 
Findings support a shift, as the programme continued, in participants’ ability to 
recognise warning signs of unhealthy relationships with only limited by facilitators in 
Groups A and B. This was highlighted particularly in the ‘Understanding and Exploring 
Healthy Relationships - spotting the warning signs’ exercise (see Appendix Fig. 4).  
GROUP A DAY 2 PM (14.10) 
Can you explain yours to me [Name]?  What warning signs did you see? Facilitator 
That she was obsessed with him, started being controlling, she’d get jealous about him going out with his 
mates and family. Participant 
Mm mm. Facilitator 
Log on to his Facebook account, reading his private messages. Participant 
Mm mm. Facilitator 
Using her forgiveness as a weapon.  Demanded all his passwords to everything to make her feel more secure.  
She made him give up his female friends and blocked his cousins and sent abusive messages. … Participant 
 
Similarly, Group B were also able to confidently and successfully select the warning 
signs during the same exercise. 
GROUP B DAY 6 AM (45.08) 
So what were the warning signs? Facilitator 
[…] OK, so watching what you say in fear, only keeping her happy … reading on-line messages, violence, 
trying to stop her kicking off.  Posing as [Name] on-line. Participant 
So […]  on his account, messaging people … I don’t want to talk to you anymore. Participant 
Whoa, that’s mean! Participant 
I’m sorry!  Demanding passwords!  Well done!  Using forgiveness as a weapon, well I’ll forgive you if you 
do this, this, this and this. Participant 
 
This shift in awareness of abusive warning signs contrasts to the beginning of the 
programme where participants indicated uncertainty not only about warning signs but 
what domestic abuse is, for example on participant asked the facilitator at the start of 
the programme ‘when you are talking about abuse what do you mean?’ (GROUP A 
DAY 1 PM (06.00)). 
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CRUSH has elements directly relating to emotional abuse, physical abuse, and abuse 
which occurs through the use of technology. Within the curriculum, scenarios feature 
the use of mobile phones in order to initiate discussion into how abusive behaviour may 
be facilitated or perpetuated in this manner. For instance, there is a scenario to be 
discussed in which an ex-boyfriend calls the female in the novel relationship. The group 
must discuss the possible responses of an abusive and non-abusive partner. 
Additionally, there are multiple references to technology-related abuse in the list of 
example of abuse, such as ‘constant calls or texts’, ‘checking your phone’, or ‘passing 
around intimate photos of you' to encourage participants to recognise the warning signs 
of abuse in their personal lives. 
 
Whilst engagement in the discussion of warning signs was noticeably higher in group 
B it is also worth highlighting once more that Group B had shorter sessions over more 
days in comparison with Group A. The data thus may suggest that higher engagement 
was achieved by running the programme in this way as opposed to two longer sessions 
over two days. Overall however both groups displayed a positive shift in recognition of 
warning signs and abusive tactics.  
 
3.5 Experiences of Services and Trust 
Upon arrival participants of both groups displayed some awareness of services that 
were available to them, for example ‘Childline’ (Participant, GROUP A DAY 1 AM 
(50.41)). However, later in the programme a more detail discussion of services was 
facilitated:  
GROUP B DAY 6 AM (31.10) 




Ehm … Off the Record. Participant 
Off the Record, good one. Participant 
 
Group B showed noticeably higher levels of trust in external support compared with 
Group A, suggesting how victim-survivors could make the most of the additional 
support services available to them; 
GROUP B DAY 6 AM (29.59) 
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She’s probably get into like … Participant 
CAMHS … Participant 
So you could advise her to like make the most of the support she gets offered, couldn’t you? Participant 
 
Group A differed from Group B, displaying high levels of mistrust in reporting abuse 
and seeking support from additional support services with evidence of negative 
experiences of seeking support: 
GROUP A DAY 2 PM (01.12.50) 
… they don’t actually report it properly. Participant 
No, and then they say, well you must have done something for them to do that to you. Participant 
Yeah, that’s what they say to you. Participant 
They say things like that. Participant 
 
Despite displaying high levels of mistrust with some formal sources of ‘support’, Group 
A displayed high levels of trust in the facilitators despite spending the least amount of 
time with them out of both groups. For example: 
GROUP A DAY 2 PM (01.12.02) 
I’d much rather tell you two stuff than I would the school. Participant 
Yeah. Participant 
Yeah, I would as well. Participant 
 
Positive relationship between facilitators and participants was also observable in the 
transcripts of Group B who continuously displayed enjoyment of the sessions content 
and how the facilitators ran the programme, for example:  
GROUP B DAY 5 AM (01.10.21) 
OK, so shall we have a break now? Start our break? Facilitator 
Thanks though guys. Participant 
Well done everyone. Facilitator 
Thanks for that this morning. Participant 
Yeah, I really enjoyed that. Really enjoyed that first lesson. Really enjoyed that. Participant 
 
Analysis of the transcripts revealed that facilitators had successfully created a trusting 
and positive learning environment for the participants in both groups, despite the 
various challenges discussed in section 3.3.3.1. This is arguably because of the 
facilitators effective handling of both micro (e.g. the challenging behaviour in class) 
and macro level (e.g. the topic of domestic abuse and gender relations) teaching 
concerns.  
 
3.6 Discussion of findings 
This chapter discussed the findings which emerged from the analysis process and how 




3.6.1 Facilitator relationship building 
When researching educational programmes regarding domestic abuse there is an 
emphasis on highlighting the core definition and formations of domestic abuse, thus 
overlooking the importance of the fundamental relationship between facilitator(s) of 
the programme and participant(s) (Falb et al. 2015). Whilst such content is core to the 
understanding of domestic abuse, more recently there has been an increase in research 
carried out exploring the environments in which such programmes are taught and the 
importance of creating a safe space to allow for open and honest discussion amongst 
participants (Robbins 2014). The role of facilitator(s) in creating this safe space to 
discuss domestic abuse openly has been highlighted, with research indicating that 
facilitators must be able to engender trust, respect and encouragement with participants 
(Fox et al. 2014). The current research underlines this.  
 
Much research regarding educational programmes currently draws upon the macro 
structural forms that facilitate domestic abuse in the form of political, economical and 
social factors which maintain strong inequalities between men and women cementing 
the continuation of domestic abuse (Montesanti et al 2015). Whilst very important, 
these studies often ignore the impacts of micro level interactions in the classroom on 
learning process and the need to tailor such content flexibly to the group dynamics 
(Biddulph 2007). Incorporating teaching techniques such as positive affirmation, 
question prompting (Goldblatt and Goldblatt 1995) and empathy (Branwhite 1998) 
within the micro level interactions of the classroom is essential to creating a positive 
relationship in which participants feel their voice is valued (O’Brien 1998). The current 
research further supports these findings.  
 
More specifically, findings demonstrated that CRUSH facilitators were able to flexibly 
alter programme content to suit the individual group dynamics responding to the 
participants’ needs and emphasising positive relationship building; as demonstrated 
through the alterations made to the time frames to suit the individual needs of Group B. 
Respect was also shown to be fundamental to strengthen positive learning through 
behavioural encouragement where facilitators simulate the response they wish to be 
demonstrated by the participants (see also Cooper et al. 2007) to create positive 
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relationships between facilitators and participants. Such positive relationship building 
techniques are shown throughout the analysis of the programme with (i) facilitators 
demonstrating personal insight to encourage personal responses from participants and 
(ii) positive affirmation of group encouragement to build trust and respect between 
them and the participants as a group. This relationship between participant and 
facilitator also forms a potential bridge between behavioural and transformative 
behaviours between the group participants (see also Farmer et al 2007). The interactions 
between the individuals of the groups also demonstrate, on the whole, a mutually 
reinforced pattern of positive peer support reinforcing and reflecting the ground rules 
set out at the beginning of the CRUSH sessions with key words and phrases such as 
‘respect’, ‘understanding’, ‘keeping to time’ being emphasised by the facilitators and 
making their way into group dynamics.  
 
It is also clear from the current research that positive facilitator/student relationships 
are more easily nurtured when there is the time available to do this. The longer 
programme model, over five shorter days of 3hrs rather than two full days of 6hrs, help 
facilitate a more relaxed learning environment, which helped to build trust with young 
people on the programme, and allowed more time to digest learning. Whilst both 
programme runs were successful in building trust between students and the facilitator, 
and changing attitudes of students, the longer programme established this in a much 
less challenging environment. Research indicates that vulnerable young people who 
have witnessed or experienced domestic abuse are likely to have their behaviour and 
learning impacted by that abuse (see Coleman et al. 2007; Baraclough 2001; Kitzmann 
et al 2003). It can be hard for young people who have experience of abuse to 
concentrate, they may have challenging behaviour linked to the abuse they have 
suffered, and they may find it hard to trust people. It is therefore logical that time and 
duration of learning is important for this group.   
 
3.6.2 Domestic abuse narratives 
It has been highlighted by previous research that in order to implement preventive 
programmes successfully the narratives of domestic abuse must be at the forefront of 
the discussion in such programme content (Mcqueeny 2016). Other academics note the 
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importance of narrative learning arguing that the construction of a coherent narrative is 
essential for learning to take place (Clark and Rossiter 2008). Macro-narratives can be 
defined as stories which can be universally understood from multiple viewpoints and 
are fundamental to the understanding of the narratives of domestic abuse (Devine et al. 
2014). The challenging of gendered macro-narrative is evident in the teaching methods 
used by the facilitators to share narratives of domestic abuse with participants, including 
the stories woven around the CRUSH characters as well as the range of other interactive 
activities.  
 
These teaching techniques allow participants to relate between their personal 
experience and that of the CRUSH characters, building their own confidence to 
recognise domestic abuse in their own lives and preparing them to carry the skills learnt 
into their personal interactions inside, and hopefully outside, the sessions (see also 
Ramakrishnan 2014). The use of narratives to display macro level causations of 
domestic abuse thus then may create micro-narratives within the group, facilitating 
meaningful learning experiences for the participants (Devine et al. 2014). The joining 
of macro and micro through narrative teaching can thus lead to critical meta-awareness 
(see also Roberts 1998), engaging participants, and aiding their understanding of social 
causes of domestic abuse.  These benefits are reflected in the findings in the form of 
participants demonstrating increased recognition of warning signs of abuse in both 
groups as well as noticeable shifts in attitudes regarding abusive tactic.  
 
The idea that narrative as such may be an effective way to communicate ideas has been 
fundamental to the implementation of narrative within domestic abuse preventive 
programmes (Devine et al 2014). It has been argued that narrative serves to form a 
sequence of meaning for those who create and interpret them (Fisher 1984). These ideas 
are reflected further in the analysis in the form of facilitators sharing personal 
experiences with participants. As such, not only do the facilitators emphasise positive 
relationship building with the participants in the form of mutual narrative sharing and 
trust (Hamm et al. 2012), but also help to shape the peer culture within the group by 
setting the behaviours that participants will adhere to (Gifford-Smith and Brownell 
2003).  
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3.6.3 Building trust in services for young people  
Whilst positive relationship building is fundamental to engage participants in 
programmes such as CRUSH during session time, it is also of great importance that 
such programmes are successful in implementing trust and positive relationships with 
domestic abuse services in order for participants to seek additional support if necessary 
in their own personal lives. That one of the facilitators is also a domestic abuse service 
provider may help develop this trust (potentially leading to trust at the meso level in 
services). Evidently the place of facilitator in creating this bond is essential. It has been 
suggested that a variety of teaching methods, that place participants as the director of 
their learning, can help to facilitate participants to feel trusted/trust and empowered to 
lead their own learning experience (Walsch 2002).  CRUSH facilitators implemented 
group participant led discussion, questioning tactics and feedback requests throughout 
the sessions securing trust between facilitator and participant which emphasise the 
participants as valued conductors of their own learning. This sends a message of trust 
and power to students to take ownership of their own thoughts and thus can be of 
particular use in the wider social context of constructing a feminist framework of 
domestic abuse in the participant’s personal lives. Other theorists have suggested that 
this form of learning environment which gives participants power and control to make 
their own decisions, based on knowledge, not only helps to resolve power struggles 
which are often viewed by young people between educator and pupil but enables 
participants to have the confidence to confide in support services by helping them view 
themselves as valued social actors of positive social change (Ellis and Thiara 2014). 
Thus through placing them at the centre of the learning experience a sense of ‘power 
sharing’ as opposed to a ‘power-over’ dynamic (Flynn 2014) facilitates a learning 
environment in which participants may gain confidence and trust to openly discuss their 
personal lives and as such confide in additional support services.  
 
Such benefits of creating trust between participant and facilitator are demonstrated 
within the analysis of the transcripts with participants of both groups displaying (i) an 
openness to discuss their personal experiences with the facilitators, as well as (ii) 
positive feedback on the teaching styles of the facilitators. Group A, in particular, did 
not display trust in meso level services such as schools and social services, but they did 
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learn to trust the group facilitators. Through the evolution of trust created by the 
facilitators a culture of transformative learning developed (for most students). This 
transformative learning has been suggested to allow for the translation into positive 
actions in participants own personal lives (Devine et al 2014) and thus can be of 
particular use in the wider social context facilitating future increased trust in additional 
services (for example, the services the facilitator has linked to). However, further 
research would need to be undertake to confirm this. 
 
3.7 Limitations 
The study was not without limitations. One such limitation includes the small sample 
size. Whilst the data available for the two groups was rich and insightful, future studies 
would benefit from having a larger data sample. Other limitations include the method 
of data generation. Whilst audio recordings and transcripts allowed for concise and 
detailed coding, many non-verbal cues could not be observed during the sessions 
potentially allowing for the misinterpretation of data in the analysis process. 
Misinterpretations could be somewhat alleviated by observations however due to time 
constraints, and the ethical implications of observation as well as the impact this may 
of had on the authenticity of participant voice it was not used in this study. More 
importantly, there was no contact with the participants following the CRUSH B&NES 
sessions. As a result of this, very little can be known as to how successful project 
CRUSH B&NES was in allowing participants to utilise the skills learnt in the 
programme to build healthy relationships in their own personal lives weeks, months or 
years past the sessions.  
 
3.8 Recommendations  
This study is an evaluation of project CRUSH in B&NES with a focus on the 
relationship between facilitator and participant. The key recommendations from this 
research are that: 
 Project CRUSH B&NES is continued and expanded, to work as part of or to 
enhance the new Personal, Social, Health and Economic Education (PSHEE) 
school programme. 
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 It is important to have enough time allocated to the programme to: help facilitate 
a relaxed learning environment, build trust with young people on the 
programme, and allow time to digest learning. A longer programme over four-
five (depending on need) shorter days of 3hrs, is preferable to two full days of 
6hrs.  
In order to advance research in this area there are recommendations which could prove 
beneficial to creating rich and varied data in the analysis of relationships between 
facilitator and participants in domestic abuse preventive programmes and their long-
term impacts:  
 Future studies would benefit from follow-up sessions with participants to 
evaluate if the programme has been successful in encouraging participants to 
utilise services and implement the course content into their own personal lives 
and relationships. Follow-ups should be conducted at 6 months and one year 
after the programme. 
 The implementation of domestic abuse and healthy relationship education 
within schools in B&NES should be monitored and independently evaluated; 
with particular attention paid to whether, and in which contexts, specialist 
facilitators or school teachers are best placed to deliver such a programme.  
 
3.9 Conclusion 
In conclusion, this study has aimed to conduct an analysis of the central communicative 
elements between facilitator and participant to evaluate the effectiveness of the teaching 
methods used in project CRUSH B&NES in developing student thinking on healthy 
relationships and domestic abuse. The findings have demonstrated the strengths of the 
teaching techniques and the facilitators, in terms of their ability to build positive 
relationships with the participants. The success of the programme is also reflected in 
the shift of attitudes and responses of the participants in both groups, enhancing their 
understanding of domestic abuse and healthy relationships. This study has also 
introduced an area of research within preventive domestic abuse programmes which 
has commonly been overlooked: the importance of facilitator/student relationships to 
address macro, micro, meso and individual level issues/needs. Moreover, this research 
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project has bridged the gap between the training materials and the facilitators own 
experiences with these, something which has not been done previously regarding 
projects such as CRUSH.  Overall, the findings discussed in this paper demonstrate 
that, from the facilitators perspectives, the CRUSH B&NES project owes much of its 
success to the adaptability of the materials as well as the facilitators abilities to utilise 
these materials to bring abstract ideas into understanding for individual participants of 
the programme. This study also underscores the findings of previous research (for 
example Hilton 2001): the need for facilitators of such programmes to be trained and 
experienced enough to have the knowledge, empathy, respect and trust crucial to 
creating positive learning environments for young people. For the Governments’ new 
Personal, Social, Health and Economic Education (PSHEE) school programme to be 
effective, they must ensure the people that deliver the new in school healthy relationship 
classes have the time needed to nurture trusting relationships and deep learning, as well 
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Fig 9. The ‘ending it’ conversation 
 
 
i Basic statistics were also generated by the project facilitators and stored on their database, such as 
numbers that had attended the programme. This basic information was collated by the facilitators, 
however there is a delay in passing this information to the research team which will be addressed shortly.  
 
                                                          
